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This research investigates the perception of satisfaction that the developmental 
support efforts—support from the human resources department, the teachers’ orientation 
support, local school mentor support, local school administrative support, instructional 
team support, and undergraduate academic preparation-have on the retention of 
beginning teachers in a metropolitan school system. The perception of satisfaction, with 
the developmental support efforts, was surveyed by a questionnaire of the beginning 
teachers in the selected metropolitan school system. 
In a Pearson r correlation coefficient, there was a significant correlation with 
perception of overall level of support for beginning teachers and local school 
administrators, local school instructional teams, and the human resources support 
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efforts. A one-way analysis of variance revealed that there was a significant difference 
in the perception of satisfaction from beginning teachers who desired to return or leave 
the metropolitan school system, and the support provided from the local school 
administrators, the schools’ instructional teams, the local school mentor, the beginning 
teachers’ orientation program, or support provided from the department of human 
resources. In a stepwise multiple regression analysis of data, local school 
administrators, local school instructional teams, and the human resources support efforts 
were the only significant predictors of beginning teachers’ perception of overall level of 
support. The conclusion is that the support efforts of the local school administrators, 
the local instructional teams, and the efforts of the human resources department played a 
pivotal role in impacting the level of satisfaction of the beginning teachers with the 
support services provided through the metropolitan school system, and thereby 
positively impacted the intention of beginning teachers to return to the school district. 
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CHAPTER I 
INTRODUCTION 
In the next ten years, America’s school districts will need to hire more than two 
million teachers to respond to increasing enrollments. It is estimated, however, that 
only about 100,000 people will enter the teaching profession each year during this time. 
Faced with the reality of significant numbers of teachers leaving the profession in the 
early phase of their career and the likelihood of an impending teacher shortage, school 
districts will find it increasingly difficult to hire and retain personnel for their 
classrooms (Hope, 1999). According to the National Center for Education Statistics 
(1998), nearly one in five college graduates who began teaching during the 1993-94 
school year left the field within three years to pursue other, more lucrative careers. 
Worse, many of those who leave are among the best and brightest of teachers (Brown, 
Hughes, & Vance, 1999). The first year of teaching, many believe, is the most critical 
one because it determines, to a significant degree, if a person will remain in teaching 
and what type of teacher that person will become (Hope, 1999). A recent report by the 
National Commission on Teaching and America’s Future (1996) said that the most 
important strategies for achieving America’s education goals are recruiting, preparing 
and supporting excellent teachers in all of America’s schools (Comer & Maholmes, 
1999). Historically, little attention has been paid to the development of education’s 
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prime resource—its teachers. The traditional method of launching a teacher’s career 
rests on the myth that teacher credential program graduates are prepared to teach 
unassisted in a classroom. This trial-by-fire method exacts a high price on new teachers, 
their students, and the entire school community. Faced with a multitude of problems 
and a lack of support, too many new teachers become disillusioned, and many bright 
and talented teachers are driven out of the profession (Moir & Gless, 2001). This study 
endeavored to investigate the perception of satisfaction with the developmental support 
efforts, such as support from the human resources department, the teachers’ orientation 
support, local school mentor support, local school administrative support, instructional 
team support, and undergraduate academic preparation have on the retention of 
beginning teachers in a metropolitan school district. 
Rationale 
According to Danielson (1999), as the education community develops better 
understanding of the life cycle of a teaching career and how to support professional 
learning best, the first few years of practice are being widely acknowledged as critical 
steps in the development of expertise. In considering theses matters, it is important to 
recognize some important aspects of new teachers’ experiences in entering the 
profession: 
1. Success in teaching requires not only general communication and 
quantitative skills, knowledge of the content to be taught, and a desire to 
teach, but it also requires an understanding of pedagogy. This is self-evident 
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to anyone who has attended a university and has experienced professors who 
were clearly well grounded in their discipline, but could not give their 
students access to their knowledge. 
2. There is, in short, no such thing as professional preparation independent of 
practice. This professional knowledge cannot be acquired during university 
course work regardless of the quality of that course work. Even in 
preparation programs with an extensive clinical component, beginning 
teachers have not yet experienced the responsibility of managing a full 
assignment and serving as the teacher of record. Those aspects of teaching 
constitute very real challenges that can only be addressed as teachers begin 
their careers. 
3. Teaching is the only profession without an established apprenticeship phase. 
Physicians and surgeons are not asked to make diagnoses or perform 
operations unsupervised at the end of their formal training. Newly licensed 
architects are not asked by their firms to design a major building during their 
first week on the job, nor is the novice attorney given the full responsibility 
for a major case. However, a new teacher has the same responsibilities as a 
veteran with 20 years of experience. 
4. Many beginning teachers are presented with more challenging teaching 
assignments than their more experienced teachers. They are frequently 
assigned the most preparations, the most challenging students, and no room 
of their own. 
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It is comprehensible that so many teachers leave the profession within their first 
five years of teaching. Estimates vary, but most researchers put the number at about a 
30 percent attrition rate in the first five years, with a staggering 50 percent in urban and 
isolated rural areas. This represents a tremendous loss—both human and economic 
(Danielson, 1999). The struggle is captured in the words of one first-year teacher: “My 
descent from innocence was swift and brutal. I was given a temporary roll sheet, 
assigned a room—actually three different rooms—and with little other preparation was 
thrust into the world of teaching” (Shulman & Colbert, 1988, p. 22). 
Purpose of the Study 
“Most people who go into teaching have some sense of mission, and to think 
that the isolation and lack of assistance led people to leave when they really wanted to 
teach is just heartbreaking,” stated Suzanne Riley, a member of the California 
Commission on the Teaching Profession Task Force created by the state legislature 
(Archer, 1999). The purpose of this research study was to investigate the perception of 
satisfaction with the developmental support efforts, such as support from the human 
resources department, the teachers’ orientation support, local school mentor support, 
local school administrative support, instructional team support, and undergraduate 
academic preparation have on the retention of beginning teachers in a metropolitan 
school district for the fiscal year 2000-2001. The researcher defines a beginning teacher 
as a regular classroom teacher with one year or less of regular classroom teaching 
experience within the metropolitan school district. The researcher investigated how the 
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selected variables: human resources support, teacher orientation support, local school 
mentor support, local school administrative support, instructional team support, and 
undergraduate academic preparation affect the retention of beginning teachers in a 
metropolitan school district. 
Background of the Problem 
Beginning teachers face critical events and turning points in their first year 
(Tetzlaff & Wagstaff, 1999). “Their developmental growth, attitudes, feelings, styles of 
teaching, expectations and decision to remain in teaching are all influenced by the first 
year experience” (Morey & Murphy, 1990, p. 2). With the anticipated need for 2.2 
million new teachers during this first decade of the twenty-first century (U. S. 
Department of Education, 1997), school districts must find ways to attract talented 
young men and women to choose teaching as their career. Once recruited, these 
talented individuals will need support and encouragement to ensure their success and 
increase the likelihood that they will remain in the profession (Payne & Wolfson, 2000). 
Many new teachers join the profession with enthusiasm but experience frustrations 
when reality takes hold. Teaching, they quickly realize, means more than sharing a 
subject they enjoy. It means managing, communicating, decoding behavior, keeping 
records, planning ahead, juggling priorities, and expressing a positive attitude all day 
long, regardless of the situation. It means leadership under pressure, an awareness that 
often collides with idealistic preconceptions nurtured in teacher education programs 
(Brennan, Thames, & Roberts, 1999). According to the “best practices” listed by 
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Zemelman, Daniels, and Hyde (1993), a school staff should be viewed “More as a 
community and less as a hierarchy of leaders. . .senior people and junior” (p. 170). Just 
as students need the support of fellow learners (Atwell, 1998), teachers need a 
supportive community of colleagues (Boreen & Niday, 2000). In general, many 
beginning teachers experience feelings of isolation, inadequacy, and poor self-image 
(Kuzmic, 1994). In addition, they commonly perceive mismatches between their 
preparation programs and the realities of real schools and classrooms (Fox, 1995; 
Kuzmic, 1994; Piland & Anglin, 1993). Beginners often start out with more 
responsibilities than veterans and often with the same expectations of expertise (Camp 
& Heath-Camp, 1991). A well-designed orientation and induction program, 
developmental in nature, based on the notion of teachers as adult learners and taking 
into account individual needs and the school’s culture, would greatly enhance the 
possibility of turning a potentially doomed situation into a successful experience 
(Urzua, 1999). 
Statement of the Problem 
In view of the high rate of attrition of new teachers, there is reason to believe the 
characterization of teaching as the profession that “eats their young” (Hope, 1999). 
One-third to one-half of all new teachers leave the profession within the first five years. 
Approximately 40 percent of new teachers resign during the first two years of teaching 
(Hope, 1999). Four out of five U. S. teachers say they are not ready to teach in today’s 
classrooms. A survey released by the U. S. Education Department in 1998 revealed that 
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more than a third of the teachers say they either do not have degrees in the subjects they 
teach or did not spend enough time training in them. “The survey illustrates the need to 
change how teachers are trained,” commented Education Secretary Richard W. Riley. 
“Teacher education and professional development programs are not addressing the 
realities found in today’s classrooms,” Riley said. These findings are particularly 
unsettling given the increasing diversity of our nation’s students (McQueen, 1999). 
This study did not repeat other investigations that researched such factors as employee 
benefits, job security, salary, or professional respect as factors which impact the 
retention of beginning or veteran teachers. Explanations for new teachers’ decisions not 
to stay in the profession include little or no support, assignment to the most-difficult-to- 
teach students, inundation with extracurricular duties, placement outside their fields of 
expertise, and the isolation from colleagues (Hope, 1999). This study, therefore, 
endeavored to investigate the effect that developmental support efforts such as the 
human resources’ support, teacher orientation support, local school mentor support, 
local school administrative support, instructional team support, and undergraduate 
academic preparation, have on the retention of beginning classroom teachers in the 
school district. 
Significance of the Study 
Each year, the school district actively recruits the most competent and the 
brightest new teachers to enter the field of education. They even go beyond the pursuit 
of local and/or regional talent by seeking the skills of teachers from other counties to 
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come to the school district to teach children. The process of active recruitment is 
necessitated by the need to replace the number of teachers that leave the system each 
year and also to accommodate the increasing number of children being served by the 
district. Alarming statistics indicate that the first few years of teaching are the most 
critical in determining whether or not the beginning teacher will remain in the 
profession. Nationally, approximately 15 percent of the new teachers will leave after 
the first year of teaching, with an additional 10 to 15 percent leaving after the second 
year (Whitaker, 2000). The annual attrition rate for newly hired teachers in the school 
district for the 1999-2000 school year was 24 percent, with a three year trend average of 
20 percent. The cost incurred to recruit and hire a new teacher for this school system is 
about $1,500 per teacher. This system normally hires about 1,000 new teachers with an 
average attrition rate of 20 percent or 200 teachers. That is an annual loss of $300,000. 
The impact is not only financial, but the impact is also felt in the classroom when 
teachers are not there long enough to establish rapport with the students in their classes. 
The purpose of this research study was to investigate the effect of organizational support 
on the retention of beginning teachers employed in the metropolitan school district for 
the fiscal year 2000-2001. 
Research Questions 
The research questions for the study investigating how the selected variables— 
teacher orientation support, local school mentor support, local school administrative 
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support, instructional team support, and undergraduate academic preparation—affect the 
retention of beginning teachers in the metropolitan school district are as follows: 
1. Is there a significant difference between the perception of satisfaction 
with the beginning teachers orientation program as perceived by 
beginning teachers intending to return and those intending not to 
return to the school district? 
2. Is there a significant difference between the perception of satisfaction 
with the local school instructional mentors’ support as perceived by 
beginning teachers intending to return and those intending not to 
return to the school district? 
3. Is there a significant difference between the perception of satisfaction 
with the local school administrative support as perceived by 
beginning teachers intending to return and those intending not to 
return to the school district? 
4. Is there a significant difference between the perception of satisfaction 
with the instructional team support as perceived by beginning 
teachers intending to return and those intending not to return to the 
school district? 
5. Is there a significant difference between the perception of satisfaction 
with the undergraduate support as perceived by beginning teachers 
intending to return and those intending not to return to the school 
district? 
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6. Is there a significant difference between the perception of satisfaction 
with the human resources’ support as perceived by beginning 
teachers intending to return and those intending not to return to the 
school district? 
7. Can the beginning teachers’ perception of satisfaction be predicted by the 
independent variables age, ethnicity, school assignment, teaching 
assignment and the school districts support efforts (human resource 
support, the beginning teachers’ orientation program, local school 
mentor, local school administrative support, and teachers’ undergraduate 
academic preparation)? 
8. Is there a significant relationship between the overall level of support for 
beginning teachers and the independent variables age, ethnicity, school 
assignment, teaching assignment and the school districts support efforts 
(human resource support, the beginning teachers’ orientation program, local 
school mentor, local school administrative support, and teachers’ 
undergraduate academic preparation)? 
Summary 
This chapter presented an overview of the developmental support efforts and 
needs for beginning teachers, along with the rationale and research questions for the 
study. Chapter II presents a review of the research literature as it relates to the effect of 
developmental support efforts on the retention of beginning teachers. 
CHAPTER II 
REVIEW OF RESEARCH LITERATURE 
In the next 10 years, a tidal wave of new teachers will enter classrooms across 
America. Aside from rising enrollment and normal teacher attrition, three factors drive 
this tremendous demand for new teachers: class size reduction, a demographic bulge of 
teachers approaching retirement, and an attrition rate among new teachers that ranges 
from 35 to 50 percent nationwide during the first five years (Moir & Gless, 2001). The 
first year of teaching, many believe, is the most critical one because that first year will 
determine, to a significant degree, if a person will remain in teaching and what type of 
teacher that person will become. School-based orientation and induction programs can 
be conceptualized as a way to address new teachers’ retention in the profession (Hope, 
1999). The challenge, therefore, is how can the teaching profession induct large 
numbers of new colleagues in ways that promote high levels of classroom practice, seek 
to ensure the academic success of students, and encourage new ways of being in schools 
for novice and veteran teachers alike (Moir & Gless, 2001). 
The majority of past research studies conducted have focused primarily on 
demographics, salary, job security, and school climate variables as the relate to the 
attrition rate of beginning teachers. This study investigated the effect of induction 
programs, mentor support, administrative support, and pre-service preparation on the 
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attrition rate of beginning teachers. A review of the current research literature yielded 
several studies that supports the significance for investigating the effect that induction 
and support programs have on the attrition rate of beginning teachers. 
In a study conducted by Eggen (2001), 359 former South Carolina teachers were 
surveyed to determine why they left the South Carolina public schools. Those who 
responded to the survey were also asked to be interviewed on the topic of teacher 
attrition. While the response rate for the survey was only 37%, a total of 69% of 
respondents volunteered to be interviewed and shared their personal stories about their 
leaving the South Carolina teaching force. Analysis of responses from the survey and 
interviews revealed that the lack of support for the beginning teacher was a dominant 
factor in teacher attrition. The most problematic areas for those who left teaching 
involved lack of support from administrators, difficulty with students, and workload 
issues. It was the conclusion of this study that beginning teachers must receive adequate 
support in the areas of community support, classroom behavior management, and 
workload management if they are to survive the first difficult years of teaching. 
Glenn (2001 ) conducted a study that investigated the perceptions of second- and 
third-year elementary teachers in a large urban Los Angeles County unified school 
district regarding four areas of their elementary education preservice training. The areas 
examined were (1) subject content, (2) methods classes, (3) learning level and styles, 
and (4) field experience. The purpose was also to determine the degree to which 
second- and third-year elementary teachers from a variety of colleges and universities 
believed that their preservice education prepared them to teach in the elementary 
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classroom. The population consisted of second- and third-year teachers in a large urban 
unified school district in Los Angeles County. The findings concluded that (1) the 
majority of teachers in the study rated their general education courses below average, 
(2) the liberal studies majors believed they were better prepared to teach the subject 
content in the elementary school than did the single subject majors, (3) only 
English/language arts and literary genre were considered effective in giving them a 
strong subject-area foundation for use in the classroom, (4) these teachers believed that 
their overall teaching methods preparation was adequate, (5) there was above-average 
satisfaction with their training to choose materials at the correct level of difficulty, 
(6) the respondents perceived the strategies for identification of the students' specific 
learning styles to be highly effective, and (7) field experience was perceived to be the 
strongest, single component in teacher preparation programs. It was believed that 
theory and practice must be balanced to combine course work in teaching methods and 
the implementation of methods in the elementary school classroom. 
In a study conducted by Dunn (2000), approximately 600 teachers who were 
teaching for the first time were surveyed in order to identify their needs and areas for 
assistance. This cross-sectional, descriptive study utilized the district's archival data to 
address three research questions: What are the prioritized perceived needs and areas for 
assistance of teachers during the early stages of their first year of employment in a 
school district? Are there differences in these priorities for the three years, and are these 
differences based on level of experience? The findings revealed that the first-year 
teachers were most in need of observing other teachers, stress management, 
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streamlining their workload, and feedback on their teaching skills. Low priority items 
included peer support, policies and procedures, use of audiovisual equipment, and 
campus administrative support. Most frequently mentioned problems in the qualitative 
responses included policies and procedures, streamlining the workload, and obtaining 
adequate materials and resources. Teachers felt that they would have benefitted from 
more help with policies and procedures, instructional information, and peer support. 
Sclan (1993) conducted a study investigating the effects of perceived and actual 
workplace conditions on beginning teachers’ work commitment, career choice 
commitment, and planned retention. All three dependent variables (work commitment, 
career choice commitment, and planned retention) were shaped by perceived and actual 
workplace conditions. Specialty field, the second most influential independent variable, 
affected only career choice commitment and planned retention. Demographic and 
academic background variables affected planned retention. Poor social organizational 
workplace conditions appear to conspire against beginning teacher work and career 
choice commitment and planned retention. By far, perceptions of teacher autonomy and 
discretion and school leadership were the strongest and most consistent predictors of 
beginning teachers’ work commitment, career choice commitment, and planned 
retention. 
Linker (1992) conducted a study examining factors related to attrition of public 
school teachers. Two hundred fifty-six Palm Beach County, Florida, public school 
teachers responded to a questionnaire that solicited information concerning 
demographics, satisfaction with aspects of teaching, attitudes toward teaching and 
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suggestions for increasing retention. The respondents were divided into three groups: 
those planning to leave teaching in the Palm Beach County schools within five years 
(departers—16.4%), those undecided about leaving (undecideds—37.0%), and those 
planning to remain (remainers--46.6%). There were significant differences (p < .05) 
among the three groups with respect to having previously considered leaving teaching 
and being dissatisfied with teaching as a career. There were also significant differences 
(p < .05) among the three groups concerning the following: satisfaction with general 
working conditions, school learning environment, intellectual challenge of the job, 
support received from administration, opportunities for advancement, influence over 
school policies and practices, student motivation, parental support, student 
discipline/behavior, extent of department chairperson’s help, determining the content of 
inservice programs, setting policy on grouping students by ability, establishing 
curriculum, and amount of administrative assistance provided to improve instructional 
effectiveness and/or classroom management. The departers were significantly different 
(p < .05) from the undecideds and/or remainers regarding the above factors, and 
expressed the most dissatisfaction with them. The undecideds differed significantly 
(p < .05) from the remainers only on topics of parental support, extent of department 
chairperson’s help, and amount of influence they had in establishing curriculum. 
Increasing salaries and pay incentives, giving teachers more authority/support in the 
classroom, and improving general working conditions were suggested by the 
respondents as the most effective steps for decreasing attrition. 
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In a study by Lance (1991), an investigation into the effects of support and 
induction programs on the attrition rate among first-year teachers was conducted. The 
research sought to determine if support and induction programs significantly affected 
the perceived problems which teachers encountered during their first year of teaching. 
These purposes were examined by comparing school districts with support programs for 
first-year teachers and those districts without such programs. The subjects for this study 
were from school districts in South Carolina. The information used to determine the 
attrition rate among first-year teachers came from 58 school districts without support 
programs and 11 school districts with support programs. The overall conclusion of this 
study was that the attrition rate among school districts without support and induction 
programs was significantly greater than school districts with such programs. A 
comparison among the two groups was achieved using a Chi-square test. The study 
further noted that the perceived problems among first-year teachers in school districts 
with support programs were indeed fewer. This was particularly evident in the areas of 
classroom routines, materials and resources, planning, evaluation. 
The Local School Mentoring Process and the Effect on 
Attrition of Beginning Teachers 
The Georgia Beginning Teacher program, one of the first new teacher programs 
in the United States, was started in 1980. Originally, Georgia’s approach to new teacher 
programming emphasized summative beginning teacher assessment that was based on a 
very detailed set of effective teaching competencies called the “Teacher Performance 
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Assessment Instrument.” The program’s purpose was to evaluate every new teacher for 
acceptance for state teacher certification. In 1990, however, the State of Georgia 
discontinued the use of its program for making certification decisions. Part of the 
reason for halting the program was limited support by a new set of politicians who did 
not know what the program accomplished and did not approve the funding it took to 
support the Georgia program. By 1993, Georgia was providing $750,000 in support for 
a Teacher Induction/Mentor teacher Stipends Program. Persons recommended for the 
role of “Teacher Support Specialist” (mentors) must first be trained, either through 
university courses or through training offered by regional resources centers. 
The Atlanta metropolitan school system was the first school system in the state 
of Georgia to initiate the Teacher Support Specialist (TSS) Program. The program is 
designed to offer support to new teachers during the initial stages of their career. TSS 
training is designed to develop a thorough knowledge of the clinical experience in 
teacher preparation and the role of the supervising teacher in this experience. Emphasis 
is placed on the development of specific supervisory skills as required to supervise the 
pre-service teacher, intern, beginning teacher or veteran teacher. The metropolitan 
school district currently has approximately 600 Teacher Support Specialist allocated to 
schools according to the number of anticipated new teachers hired, the number of 
teachers on staff who are within the first three years of teaching, and other identified 
needs. 
The problem of retaining new teachers in the profession has never been more 
critical than it is currently, during this time of enormous teacher turnover (Freiberg, 
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2000). The experiences of teachers during their first few years of work are powerful 
and influential in setting a direction for an entire career (Ganser, 1999). In response to 
the needs of beginning teachers, mentoring programs have become increasingly 
common (National Center for Education Statistics 1998, 1999; U.S. Department of 
Education, 1998). These programs are sponsored by a variety of organizations, 
including schools and school districts, consortia of schools (e.g., Cooperative 
Educational Service Agencies in Wisconsin and Education Service Centers in Texas), 
state departments of education, and colleges and universities. They are designed to 
meet a variety of goals, including retaining good teachers, providing them with 
psychological support and instructional assistance, introducing them to the cultures of 
the school and district, and meet state licensing requirements (Ganser, 1999). Formal 
mentoring programs for beginning teachers emerged in the early 1970s and have tripled 
in number since then (Darling-Hammond & Sclan, 1996). Mentoring programs are 
likely to expand during the next decade due to a convergence of three trends that will 
result in a large influx of new teachers: an increasing number of children entering 
American schools, a growing proportion of teachers who will be retiring, and continuing 
efforts to reduce class size. The growing interest in mentoring is occurring 
simultaneously with a broad re-conceptualization of how best to promote the 
professional development of teachers (Ganser, 1999). No longer are standalone, quick- 
fix, “make and take” workshops viewed as adequate. Today’s staff development 
activities for teachers aim to create schools as learning communities, not only for the 
pupils they serve but also for the professionals working in them (NASSP, 1996; 
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National Commission on Teaching and America’s Future, 1996; National Foundation 
for the Improvement of Education, 1996, in press). To optimize the benefits of 
mentoring, mentors should be familiar with what is already known about teacher 
development, stages of teacher growth, and the needs of beginning teachers. Less 
obvious, they also should be familiar with the principles of adult development and adult 
learning since, as mentors, they function as adult educators, a role similar but not 
identical to teaching children. Finally, in helping to induct beginning teachers into an 
organization known as a “school,” mentors should also understand schools as complex 
organizations with social and workplace norms, sanctions, and history (Ganser, 1999). 
The Orientation (Induction) Program and the Effect on 
Attrition of Beginning Teachers 
Induction programs, virtually unknown two decades ago, carry a weighty burden 
of responsibility. The goal of these programs must be not only to retain teachers, but 
also to promote ambitious levels of classroom instruction that help all students be 
successful. Induction experiences have the potential to frame the future of the teaching 
profession, as it will be practiced for the next thirty years (Moir & Gless, 2001). So, 
what makes for a well-conceived induction program? According to Danielson (1999) 
the elements include the following: 
1. The induction program is far more than a buddy system in which the buddy 
is available as a sounding-board and a sympatric ear and shoulder. This is 
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not to argue that sympathy and companionship are not important ingredients 
of a comprehensive induction program; they are simply insufficient. 
2. The induction program provides more than practical guidance on school 
policies and procedures, such as how supplies are acquired, videos ordered, 
and back-to-school evenings conducted. Again, this type of assistance is 
necessary, but not sufficient. 
3. The program also includes more than generalized support. Coaching of a 
novice teacher can assist that person in clarifying goals and in exploring 
options. But, learning to teach is a highly complex undertaking, and the 
novice’s progress is hastened by well-designed activities focused on the 
actual improvement of practice. 
4. The program includes adequate compensation for mentors (either in money, 
status, professional development credit, release time, or some combination of 
these) to ensure their commitment to the program. In some situations, a 
significant contribution to the life of a school and district are considered part 
of every teacher’s responsibility; in such cases, serving as a mentor can 
fulfill those responsibilities. 
5. The program includes adequate training for the mentor and orientation for 
the site administrators, so they can carry out their roles in the program with 
skill. Ideally, the training for mentors should engage them in valuable 
professional learning, and a heightened awareness of their own practices. 
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6. The program engages beginning teachers in self assessment, reflection on 
practice, and formative assessment, the same ingredients found to enhance 
learning by students. 
Moir and Gless (2001) indicate that if induction programs are to live up to their 
potential, a number of essential components must be in place. These include the 
following: 
1. Program Vision 
New teacher programs cannot be preparing teachers for mere survival in the 
complex and demanding world of today’s schools. Instead, these programs 
must also have as part of their vision a new image of the successful teacher 
whose leadership capacity is developed from the moment the teacher enters 
the classroom. Induction programs have the potential to become one of the 
most powerful forces for educational change and professional renewal in the 
history of public education. The opportunity is there, and the most effective 
programs will be those that clearly recognize this potential. 
2. Institutional Commitment and Support 
School districts and other educational organizations must make teacher 
learning a priority. Institutional commitment can be demonstrated by 
designing programs that ensure adequate time and resources for new teacher 
learning and mentor development, by establishing policies that protect new 
teachers during the critical stage of induction, and by making teacher 
development the centerpiece of educational reform across the district. 
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3. Quality Mentoring 
Mentors must be carefully selected. Not every outstanding classroom 
teacher is necessarily a talented mentor. Selection criteria include strong 
interpersonal skills, credibility with peers and administrators, a demonstrated 
curiosity and eagerness to learn, respect for multiple perspectives, and 
outstanding instructional practice. The pedagogy of mentoring includes an 
in-depth understanding of teacher development, professional teaching 
standards, performance assessment, and student content standards, along 
with strategies for classroom observation and a variety of coaching 
techniques. 
4. Professional Standards 
Clearly articulated standards of professional practice, such as the California 
Standards for the Teaching Profession (CSTP), are essential in helping both 
the novice teacher and their mentor communicate effectively about and keep 
all eyes focused on high quality teaching and increased student learning. 
Successful induction programs recognize that the language and concepts of 
good teaching must be embedded and modeled throughout the professional 
environment—in support structures, assessment tools, professional 
development, mentor preparation, and, when possible, teacher evaluation. 
Professional standards should be used then to guide new teacher learning and 
growth in meaningful ways, by helping these novices; set clear, significant, 
and achievable goals; reflect upon and articulate successes and challenges; 
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identify effective practices in their own classrooms and others’ classrooms; 
guide new learning and next steps; and recognize the complexity of good 
teaching and the need for career-long professional development. 
5. Classroom-Based Teacher Learning 
Successful induction programs embed opportunities for teacher growth into 
the daily lives of beginning teachers in response to the unique and diverse 
needs of each teacher’s classroom setting. Effective induction programs help 
new teachers become on-the-job learners, who are constantly questioning 
and systematically inquiring into their classroom practice with a focus on 
student learning. Well-balanced programs of new teacher support also 
provide opportunities for novices to come together with other beginning 
teachers to learn from each other and to discuss issues and concerns with 
those having similar experiences. 
A new study by the Recruiting New Teachers, Inc. (RNT), a Belmont, 
Massachusetts-based nonprofit advocacy group for the teaching profession, found that 
inadequate induction and training programs are a major factor in the high attrition rate 
of new teachers. The need to abate growing shortages of teachers in high-need areas 
highlights the role of solid induction programs for new recruits, which survey 118 
school districts in large cities and towns (Fox, 1999). Nationally, more than 20 percent 
of new teachers leave the classroom within three years, while nearly 10 percent leave 
during their first year of teaching, federal data show. School districts responding to the 
RNT’s survey averaged a 93 percent retention rate for teachers included in induction 
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programs (Fox, 1999). The large numbers of beginning teachers in America’s 
classrooms offer the professional community a unique opportunity to create induction 
models that challenge the educational status quo. In addition, induction programs can 
represent a new conceptualization of teacher development in which the responsibility 
for teacher learning is shared across traditional institutional boundaries by linking 
university teacher preparation with in-service learning (Moir & Gless, 2001). 
Local School Administrative Support and the Effect on 
Attrition of Beginning Teachers 
Nowadays, the journey of beginning teachers embarking on their careers is often 
smoothed by induction programs—planned and formalized systems of assistance and 
support, which enables novices not just to survive but to prosper during their first few 
years of teaching. It is becoming increasingly evident that the kind of assistance and 
support most meaningful to new teachers, and of most benefit to other teaching 
professionals, takes place within the school settings where immediacy and relevance are 
taken into account, and where the wider professional development potential of induction 
programs can be more fully realized (Cole, 1993). Orientating new teachers to the 
school and to principals’ expectations entails more than reviewing policy and 
procedures in a handbook, more than a thirty-minute getting-to-know-you meeting in 
the office, more than a walk around campus to point out important locations such as the 
media center, cafeteria, and teachers’ workroom. It involves systematic contact with the 
intention of assisting in the new teachers’ professional growth and development and of 
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engaging in collegial conversation about the work of teaching (Hope, 1999). As the 
designated school leader, the principal has a key role to play, for it is the principal who 
can initiate work towards the establishment and maintenance of a climate in which 
teacher support is valued as an integral part of teaching and professional development 
(Cole, 1993). Brock and Grady (1998) relate a comment made by a principal to one 
first-year teacher: “Every effort must be made to help all students succeed” (p. 180). 
Principals should likewise understand that every effort must be made to help first-year 
teachers succeed (Hope, 1999). 
Undergraduate Teacher Preparation and the Effect on 
Attrition of Beginning Teachers 
Teacher preparation is becoming the most important item on the American 
school reform agenda. As public schools reorganize and adopt new strategies to meet 
higher standards for teaching and learning, institutions that prepare teachers must also 
restructure to keep in step with the reform movements (Comer & Maholmes, 1999). 
According to “Teacher Quality: A Report on the Preparation and Qualifications of 
Public School Teachers” by the Department of Education’s National Center for 
Education Statistics (NCES, 1999), only one in five teachers feels well prepared to work 
in a modem classroom (Thomas & Loadman, 2001). More than a third say they either 
do not have degrees in the subjects they teach or do not spend enough time training in 
them (McQueen, 1999). Reports from both the National Commission on Teaching and 
America’s Future (1996) and the National Education Goals Panel (1997) point to 
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improving teachers, making preservice preparation more rigorous, and raising standards 
for teachers as requisite conditions for improving schools and student outcomes 
(Thomas & Loadman, 2001). Over the past decade, public dissatisfaction with schools 
has included dissatisfaction with teacher education. Education schools have been 
variously criticized as ineffective in preparing teachers for their work, unresponsive to 
new demands, remote from practice, and barriers to the recruitment of bright college 
students into teaching (Darling-Hammond, 2000). As Byrne (1983) suggests, insofar as 
a teacher’s knowledge provides the basis for his or her effectiveness, the most relevant 
knowledge will be that which concerns the particular topic being taught and the relevant 
pedagogical strategies for teaching it to the particular types of pupils to whom it will be 
taught (p. 14). 
In fields ranging from mathematics and science to vocational education, reading, 
elementary education, and early childhood education, researchers have found that 
teachers who have greater knowledge of teaching and learning are more highly rated and 
more effective with students, especially at tasks requiring higher order thinking and 
problem solving (Darling-Hammond, 2000). The often repeated critiques of traditional 
teacher education programs include the pressure of inadequate time within a 4-year 
undergraduate degree, which makes it hard to learn enough about both subject matter 
and pedagogy; the fragmentation of content and pedagogical course work and the divide 
between university and school-based training; the weak content of many courses that 
pass on folklore instead of systematically developed knowledge; the lack of adequate 
clinical training; and the lack of resources in many education programs that serve as 
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“cash cows” for their universities, which perpetuates much of the above (Darling- 
Hammond, 2000). Cruickshank (1990) had the following to say about the teacher 
education courses: 
....classes in pedagogy amounted to a little more than sharing their 
personal experiences along with a sprinkling of ‘how-to’ advice. Thus 
several generations of pre-serve teachers, some of whom would 
themselves become teacher preparers, were not exposed too much 
beyond ideology and personal experience. They were taught that 
teaching was merely a matter of knowing your subject matter and having 
your heart in the right place. The heart would guide the hand. The 
apprenticeship called student teaching was the culminating event...to see 
whether they could relate to children, develop a lesson plan, and 
management a classroom. Said another way, there was more form than 
substance to the making of a teacher, (p. 2) 
This may be partly a consequence of the experience levels of the faculty in 
preparation programs. According to Ciscell (1993), the education professional typically 
has fewer than five years of experience in elementary and secondary education. He adds 
that for most of these faculties, their experience occurred more than two decades ago 
and that 30% of teacher educators in the 1980s had no previous field experiences. 
Goodlad (1991) also asserted that more now than ever there is a need for leaders who 
can provide both the vision and the know-how for preparing a new breed of teachers. 
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According to the Holmes Group and the National Network for Educational 
Renewal, more than 300 schools of education have created 5-year models that allow an 
extended program of preparation for prospective teachers who enter teacher education 
during their undergraduate years (Darling-Hammond, 2000). A number of recent 
studies have found that graduates of extended programs (typically 5-year programs) are 
not only more satisfied with their preparation, they are viewed by their colleagues, 
principals, and cooperating teachers as better prepared, are as effective with students as 
much more experienced teachers, and are much more likely to enter and stay in teaching 
than their peers prepared in traditional 4-year programs (Andrew, 1990; Andrew & 
Schwab, 1995; Arch, 1989; Denton & Peters, 1988; Dyal, 1993; Shin, 1994). In fact, 
the entry and retention rates of these programs are so much higher than those of 4-year 
programs—which are, in turn, much higher than short-term alternative programs—that it 
is actually less expensive to prepare career teachers in this way once the costs of 
preparation, recruitment, induction, and replacement due to attrition are taken into 
account (Darling-Hammond, 1999a). 
If universities are to continue to make the important contribution to the 
education of teachers that they can, they need to pursue these ideals of a knowledge 
building and truth finding by creating a genuine praxis between ideas and experiences, 
by honoring practice in conjunction with reflection and research, and by helping 
teachers reach beyond their personal boundaries to appreciate the perspectives of those 
whom they would teach (Darling-Hammond, 2000). Fullan (1993) insists it will take a 
new mind-set to deal with what is an otherwise insurmountable problem—the 
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contradiction of continuous change demanded by educational reform and innovation on 
one hand and an educational system that is fundamentally conservative on the other. 
Fullan argues that “change gentry” is essential to the future development of our society 





This chapter is outlined to describe the theoretical framework utilized to 
investigate the differences between the selected independent variables (human 
resources, beginning teacher orientation program, local school mentors, local school 
administrative support, instructional team support, and teacher undergraduate academic 
preparation) as they affect the dependent variable, beginning teachers intending to return 
and those intending not to return to the school district. The moderator variables 
interjected into the study as factors of predictability are age, ethnicity, school 
assignment, and teaching assignment. 
Definition of Variables and Terms 
Dependent Variable 
Not Intending to Return Teacher: A regular classroom teacher with one year or 
less of teaching experience and not returning to the classroom for the 2001-2002 school 
year. (Item 78) 
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Intending to Return Teacher: A regular classroom teacher with one year or less 
of teaching experience and returning to the classroom for the 2001-2002 school year. 
(Item 78) 
Independent Variables 
Human Resources Support: The perception of the beginning teachers regarding 
the support that human resources provided. (Items 8-14) 
Orientation Program: The perception of the beginning teachers regarding the 
system wide orientation and induction program provided by the staff development 
department. (Items 15-19) 
Local School Administrative Support: The perception of the beginning teachers 
regarding the instructional support that the administrators provided. (Items 20-37) 
Local School Mentor: The perception of the beginning teachers regarding the 
support that the assigned mentor provided. (Items 38-53) 
Local Instructional Team Support: The perception of the beginning teachers 
regarding the support that the instructional team members provided. (Items 54-64) 
Undergraduate Preparation Program: The perception of the beginning teachers 
regarding the support that their undergraduate institution provided. (Items 65-76) 
Preception of Overall Level of Support for Beginning Teachers: The perception 
of the beginning teachers regarding the support that their undergraduate institution 
provided. (Items 77-80) 
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Moderator Variables 
Age: Age of the beginning teachers employed by the school. 
Ethnicity: Race of the beginning teachers employed by the school. 
School Assignment: Elementary, middle or high school setting where the 
beginning teacher is currently employed. 
Teaching Assignment: The subject or content area taught at the assigned school 
site. 
Relationship Among the Variables 
The relationship among the variables for this study is illustrated in Figure 1. The 
figure presents the conceptual framework and interactions between and among the 
variables. 
Null Hypotheses 
The null hypotheses and stepwise multiple regression questions for the study 
investigating how the selected variables (human resources, the beginning teacher 
orientation program, local school mentor, local school administrative support, local 
instructional team support, and teacher undergraduate academic preparation) affect the 
retention of beginning teachers are as follows: 
HO,: There is no significant difference between the perception of 
satisfaction with the beginning teachers orientation program as 
perceived by beginning teachers intending to return and 
beginning teachers not intending to return. 
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Figure 1. Relationship Among the Variables 
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H02: There is no significant difference between the perception of 
satisfaction with the beginning teachers local school instructional 
mentors’ support as perceived by beginning teachers intending to 
return and beginning teachers not intending to return. 
H03: There is no significant difference between the perception of 
satisfaction with the beginning teachers local school 
administrative support as perceived by beginning teachers 
intending to return and beginning teachers not intending to return. 
H04: There is no significant difference between the perception of 
satisfaction with the beginning teachers local school instructional 
team support as perceived by beginning teachers intending to 
return and beginning teachers not intending to return. 
H05: There is no significant difference between the perception of 
satisfaction with the beginning teachers undergraduate 
preparation as perceived by beginning teachers intending to return 
and beginning teachers not intending to return. 
H06: There is no significant difference between the perception of 
satisfaction with the beginning teachers human resources support 
as perceived by beginning teachers intending to return and 
beginning teachers not intending to return. 
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Scope and Limitations 
The limitations for this research study are as follows: 
• This study was limited to a single school system in Georgia and may 
not be representative of all the schools or school districts in the state 
of Georgia. 
• The research study investigated the difference between the 
independent variables (human resources, the beginning teachers’ 
orientation program, local school mentor, local school administrative 
support, and teachers’ undergraduate academic preparation) that affect 
the retention of the beginning teachers employed in this large 
metropolitan school district. 
• It is highly possible that other relevant factors affected the retention of 
the beginning teachers employed in this large metropolitan school 
district. 
• It is assumed that the respondents felt that their anonymity was 
protected and provided truthful answers to the survey questions. 
• Only one question (Item 78) in the survey was used to determine 
whether the teachers were intending or not intending to return to this 
large metropolitan school district. 
• Only a small body of research literature has been written investigating 
the link between the perception of satisfaction with support efforts for 
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beginning teachers intending to return and those not intending to 
return to their school site. 
Summary 
This chapter presented the theoretical framework utilized to investigate the 
differences between the selected independent variables (human resources, beginning 
teacher orientation program, local school mentors, local school administrative support, 
instructional team support, and teacher undergraduate academic preparation) as they 
affect the dependent variable, the retention of the beginning classroom teacher in a 
metropolitan school district as predicted by the moderator variables of age, ethnicity, 
school assignment, and teaching assignment. 
CHAPTER IV 
RESEARCH METHODS AND PROCEDURES 
Introduction 
This chapter describes and analyzes the methodology used in the investigation of 
how the selected variables (human resources, the beginning teachers’ orientation 
program, local school mentor, local school administrative support, instructional team 
support, and teacher undergraduate academic preparation) affect the retention of new 
classroom teachers. This chapter discusses the research design, a description of the 
setting, the sampling procedures used, working with human subjects, a description of 
the instrument, the data collection procedures, the statistical applications used to analyze 
the data and a chapter summary. 
Design of Study 
This study focused on the investigation of how the selected variables (human 
resources, the beginning teachers’ orientation program, local school mentor, local 
school administrative support, instructional team support, and teacher undergraduate 
academic preparation) affect the retention of new classroom teachers. The school 
district is chosen because of the accessibility to the researcher. The researcher 
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conducted a case study investigation of all of the beginning teachers (first-year teachers) 
employed in the school district. 
The research study was quantitative by design and descriptive in nature. The 
research study was quantitative utilizing the comparative research approach, sometimes 
called ex post facto, which used a few levels or categories for the dependent variable 
and made comparisons between the groups. Studies that use the comparative approach 
compare groups based on a few levels of an attribute independent variable (Harmon & 
Morgan, 1999). The research study was descriptive in nature because it used descriptive 
statistics, such as averages, percentages, and frequency distributions that are not tested 
for statistical significance to delineate the demographic profile or moderator variables 
(age, ethnicity, school assignment, and teaching assignment) of the beginning teachers 
in the study population. 
The research was divided into two sections encompassing basic descriptive data 
and statistical data resulting from the quantitative comparative research study. The first 
section provided a basic statistical review of the demographic data or moderator 
variables for the beginning teachers. The demographic data included the age, ethnicity, 
school assignment, and teaching assignment of the beginning teachers. The second 
section provided a basic statistical review of the independent variables (human 
resources, the beginning teachers’ orientation program, local school mentor, local 
school administrative support, instructional team support, and teacher undergraduate 
academic preparation) that affect the retention of the beginning teachers. 
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Description of the Setting 
The school district used in this study numbers some 95,000 students in pre¬ 
kindergarten through grade 12. The school district’s Board of Education is the largest 
employer in the county with over 12,000 employees, about 6,000 of whom are teachers. 
More than 63 percent of the school district’s teachers have pursued postgraduate studies 
and professional development programs. All of the district's teachers are certified in 
their subject area by the Georgia Department of Education. There are 82 elementary 
schools, 1 alternative school, 12 middle schools, 3 vocational/technical schools, 17 high 
schools, 6 exceptional student centers, 1 science center/planetarium, 1 international 
student center, and 1 open campus high school in the metropolitan school district. The 
student/teacher ratio in the schools varies depending on whether the school is 
elementary, middle or high school, but the average student/teacher ratio is 26 to 1. The 
expenditure per child for 1999-2000 was $6,313 with a total budget for the 1999-2000 
school year of approximately $576 million. The schools are accredited by the Southern 
Association of Colleges and Schools (SACS). 
The schools enjoy an information-rich environment, indicative of a strong 
technology network. This powerful technology infrastructure of hardware and software 
(15,000 computers, 6,000 printers, 450 servers, and 15,000 stand-alone systems) links 
instruction and administration system wide. The system's success is ensured by a 
collaboration of teachers, parents, and partnership programs. This coalition of business, 
community and educators work together on strategies for school improvement and 
accountability within all aspects of the school system. 
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Sampling Procedure 
The subjects in this research study included all beginning teachers within this 
large metropolitan school district. The subjects were identified from the Department of 
Human Resources employment records and through the teacher profile database housed 
on the AS400 mainframe computer. Questionnaires were sent to all 910 beginning 
teachers within the district. Of the 910 surveys distributed a total of 573 or 62.97% 
were returned for analysis. The demographic profile of the 573 beginning classroom 
teachers that participated in this study are displayed in Table 1. 
Table 1 
Study Group Demographic Profile 
Number of Respondents Percent 
Age 
20-24 108 19.3 
25-29 184 32.9 
30-34 84 15.0 
35-39 60 10.7 
40+ 123 22.0 
Total 559 100.0 
No Response 14 
Total 573 
Ethnicitv 
African American 290 52.2 
Caucasian 216 38.8 
Hispanic 10 1.8 
Asian 16 2.9 
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Table 1 (continued) 
Number of Respondents Percent 
Ethnicity ('continued') 
Other 24 4.3 
Total 556 100.0 
No Response 17 
Total 573 
School Assignment 
Elementary 370 10.3 
Middle 91 4.5 
Secondary 97 3.9 
Total 558 7.4 
No Response 15 74.0 
Total 573 100.0 
Teaching Assignment 
Language Arts/English 53 10.3 
Math 23 4.5 
Social Studies 20 3.9 
Science 38 7.4 
Other 382 74.0 
Total 516 100.0 
No Response 57 
Total 573 
Teaching in Certification Field 
Yes 546 97.2 
No 16 2.8 
Total 562 100.0 
Not Answered 11 
Total 573 
42 
Table 1 (continued) 
Number of Respondents Percent 
Outside Teaching Experience 
None 191 34.1 
1-3 years 172 30.7 
4-6 years 80 14.3 
7-9 years 35 6.3 
Outside Teaching Experience (continued! 
10+ years 82 14.6 
Total 560 100.0 
No Response 13 
Total 573 
Certification Status 
Professional (T-4) 257 46.1 
Professional (T-5 or T-6) 164 29.4 
Alternative 5 0.9 
Provisional 86 15.4 
Other 45 8.1 
Total 557 100.0 
No Response 16 
Total 573 
Working with Human Subjects 
Written authorization was secured from the school district to conduct this study. 
All of the subjects were adults, all subjects were volunteers, and all subjects were 
guaranteed anonymity and confidentiality so that the participants will not be identifiable 
in any printed documents. 
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Description of the Instrument 
The beginning teacher survey instrument (see Appendix A) was designed to 
reflect the current review of literature articles addressing the need and benefit of 
providing sound support services to the beginning teachers. The survey used to collect 
the data for this research study was collaboratively developed by the researcher with the 
assistance of the Dr. Marcia Roberts and Dr. Null Tucker. The survey instrument 
incorporated components from evaluation surveys used in the school system such as, 
The 1999-2000 Beginning Teacher Survey, The Mentor Program Survey, The Georgia 
Leadership Evaluation Instrument (GLEI), Profile for Assessment of Leadership (PAL), 
The Southern Association of Colleges and Schools (SACS) School Climate Survey, and 
the Georgia Teacher Evaluation Program (GTEP). After generating the criterion topics 
and associated questions, the instrument was reviewed and edited by the Instruction 
Committee members comprised of representatives from the Board of Education, 
Department of Instruction, Human Resources, and Staff Development. The instrument 
was then reviewed and pre-tested by several beginning teachers within the school 
system to validate that the instrument was accurately addressing the correct support 
criteria, that the associated questions were stated properly, and that it was a user-friendly 
instrument prior to its administration to the subject population. The objective of the 
instrument was to ascertain how the selected independent variables (human resources, 
the beginning teachers’ orientation program, local school mentor, local school 
administrative support, instructional team support, and teacher undergraduate academic 
preparation) affect the retention of beginning classroom teachers. The first section of 
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the questionnaire was designed to collect the demographic data about the respondent 
such as, age, ethnicity, school assignment, teaching assignment, certification level, years 
of experience outside the district, and the undergraduate school attended. The second 
section of the questionnaire assessed the perceptions toward the criterion-dependent 
variables using a Likert Scale. The Likert Scale was coded 4 (Strongly Agree), 3 
(Agree), 2 (Disagree), and 1 (Strongly Disagree). A Cronbach Alpha reliability analysis 
test was performed to determine the extent to which the items in the questionnaire were 
related to each other in measuring and assessing the concern of the beginning teachers 
within the school district. The reliability coefficient was calculated using version 10.0 
of the Statical Package for Social Sciences (SPSS). The Cronbach Alpha reliability 
analysis test resulted in an alpha coefficient of 0.9734. 
Data Collection Procedure 
The beginning classroom teachers, identified with the assistance of the 
Department of Human Resources and the teacher profile database from the AS400 
mainframe computer, received a letter prior to the mailing of the research survey. The 
letter was sent via a departmental courier to the Teacher Forum representative for 
distribution to the beginning classroom teachers explaining the purpose and requesting 
their support in the study with explicit directions for completing the survey. Within a 
week, the survey was mailed to the subjects. An E-mail was sent to the area executives, 
principals, and assistant principals notifying them of the forthcoming study requesting 
their assistance. After completing the survey, the subjects were instructed to return the 
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survey to the Teacher Forum representative, who then packaged the surveys and 
returned them to the researcher via the departmental courier. 
Statistical Application 
The questionnaires were coded, and data was entered into the computer and 
calculated using the version 10.0 of the Statistical Package for Social Sciences (SPSS). 
A frequency distribution model was used to present the descriptive demographic data 
(age, ethnicity, school assignment, and teaching assignment) of the beginning teachers 
used in the study. An Analysis of Variance (ANOVA) was used to ascertain the 
differences between the selected independent variables (human resources, the beginning 
teachers’ orientation program, local school mentor, local school administrative support, 
instructional team support, and teacher undergraduate academic preparation) as their 
perceptions affect the retention of the dependent variable (beginning classroom 
teachers). A Stepwise Multiple Regression was used to determine which of the 
moderator variables (age, ethnicity, school assignment, or teaching assignment) acted as 
predictors on the independent variables (human resources, the beginning teacher 
orientation program, local school mentor, local school administrative support, 
instructional team support, and teacher undergraduate academic preparation) for the 
beginning teachers. A level of significance of 0.05 was used to ascertain whether to 
accept or reject the null hypotheses. As a result of the subsequent examination of the 
results, the researcher was able to make an inference of how the perception of the 
selected variables (human resources, the beginning teachers’ orientation program, local 
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school mentor, local school administrative support, instructional team support, and 
teacher undergraduate academic preparation) affect the retention of beginning classroom 
teachers. 
Delimitations 
The action research study is delimited to the perceptions of the group of 
beginning classroom teachers employed in this large metropolitan school district during 
the 2000-2001 school year. The researcher has made the assumption that the beginning 
classroom teachers are capable of determining the level of developmental support which 
has been provided by the school district. 
Summary 
This chapter described the methodology and procedures that were used to 
conduct this study. Additionally, this chapter included the research design, a description 
of the setting, sampling procedures, working with human subjects, a description of the 
instrument, data collection procedures, and the statistical applications. 
CHAPTER V 
ANALYSIS OF THE DATA 
The purpose of this study was to investigate the perception of satisfaction with 
the beginning teacher developmental support programs (human resources, the beginning 
teachers’ orientation program, local school mentor, local school administrative support, 
instructional team support, and teacher undergraduate academic preparation) and the 
retention of new classroom teachers. In this chapter, the data are analyzed in the order 
of the hypotheses. Findings of the data analyses are discussed and displayed in tabular 
format. References are made to findings reviewed in the literature as are relevant to the 
data as analyzed. A summary of the data analysis is included. 
In order to test the hypotheses, a Pearson r correlation analysis was conducted 
with overall level of support as the dependent variable, teachers’ demographics, which 
include teaching assignment, school assignment, ethnicity, age, and the beginning 
teachers’ support efforts as the independent variables. The data are reported in a 
Correlation Matrix. A one-way analysis of variance was conducted on beginning 
teachers’ and the school systems support efforts to indicate the mean beginning teacher 
perception scores for each support effort and to determine the significant level of any 
difference observed. A regression analysis was also conducted to determine the order of 
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the contribution of the various independent variables on the overall level of support and 
to determine the amount of the variances contributed. 
Correlation Analysis 
Research Question: Is there a significant relationship between the 
overall level of support for beginning teachers and the independent 
variables age, ethnicity, school assignment, teaching assignment and the 
school districts support efforts (human resource support, the beginning 
teachers’ orientation program, local school mentor, local school 
administrative support, and teachers’ undergraduate academic 
preparation)? 
The results of the Pearson r correlation test revealed that there were several 
strong correlations between the overall level of support and the independent variables. 
The strongest positive correlation with the overall level of support was with the support 
provided from the local school administrators with a correlation coefficient of 0.598, 
support from the schools’ instructional team was next with a correlation coefficient of 
0.446, followed by the local school mentor with a correlation of 0.334, the beginning 
teachers’ orientation program with a correlation coefficient of 0.331, human resources 
with a correlation coefficient of 0.327, the teachers’ undergraduate academic 
preparation support with a correlation coefficient of 0.195, and the teachers’ age was 
statistically significant but had a weak correlation coefficient of 0.112. There were no 
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statistically significant correlations between the overall level of support and school 
assignment, teaching assignment or teachers’ race. 
Table 2 shows the correlation analysis results. Correlation analysis provides a 
number called correlation coefficient that is calculated to indicate the size and direction 
of the degree of relationship between the two variables. A significant positive 
correlation indicates that high values of one variable are associated with high values of a 
second variable. A negative correlation coefficient indicates an inverse relationship in 
which a high value of one variable is associated with a low value of a second variable. 
Table 2 
Correlation Matrix: Overall Level of Support and Independent Variables 
OLS HR OS AS MS ITS UP SA TA Age Race 
OLS 1.00 .327** .331** .598** .334** .446** .195** -.002 .047 .112** .029 
HR 1.00 .490** .267** .236** .284** .133** -.153** -.003 .052 -.128** 
OS 1.00 .357* .245** .346** .130* -.093 .012 .065 -.030 
AS 1.00 .504** .559** .249** -.123** .122** .025 .067 
MS 1.00 .441** .107* -.092 .055 -.040 .061 
ITS 1.00 .246** -.095* .111* -.068 .001 
UP 1.00 -.155** -.147** -.250** .064 
SA 1.00 -.100* .195** -.034 
TA 1.00 -.067 .139** 
Age 1.00 .027 
Race 1.00 
* Signif. LE .05 ** Signif. LE .01 
OLS - Overall Level of Support 
AS - Administrative Support 
UP - Undergraduate Preparation 
HR - Human Resources 
MS - Mentor Support 
SA - School Assignment 
OS - Orientation Support 
ITS - Instructional Team Support 
TA - Teaching Assignment 
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Regression Analysis 
Research Question: Can the beginning teachers’ overall level of support be 
predicted by the independent variables age, ethnicity, school assignment, 
teaching assignment and the school districts support efforts (human resource 
support, the beginning teachers’ orientation program, local school mentor, local 
school administrative support, and teachers’ undergraduate academic 
preparation)? 
The results of the multiple regression are shown in Table 3 and present the order 
of the contributions made by each of the independent variables to overall level of 
support is indicated by the beta coefficient. The beta coefficient is like a partial 
correlation which means it shows the independent effect of each independent variable 
on beginning teacher satisfaction while controlling for the effects of other variables. 
The T-value indicates the size of the beta coefficient contribution. The significance 
indicates the level of significance of the size of the T-value or beta coefficient. In this 
study, a 0.05 level is the chosen significance level. This means any beta coefficient with 
a significant level greater than 0.05 is not significant. As shown in Table 3, three 
variables are significant at less than the 0.05 level of significance. The three variables 
are administrative support with a beta coefficient of 0.427, a T-value of 5.724 with a 
significance of 0.000, instructional team support with a beta coefficient of 0.209, a T- 
value of 2.748 with a significance of 0.007, and human resources support with a beta 
coefficient of 0.181, and a T-value of 2.653 with a significance of 0.009. The other 






Model R R Square R Square S.d. Error F Sig. 
1 - Administration 
2 - Administration 
.589 .347 .342 .4568 77.502 .000 
and Instructional 
Team .628 .395 .387 .4411 47.333 .000 
3 - Administration, 
Instructional Team, 
and Human 
Resources .651 .423 .411 .4322 35.216 .000 
Coefficients 
Model Beta T Sig. 
1 - Administration .589 8.804 .000 
2 - Administration .457 6.076 .000 
Instructional Team .256 3.400 .001 
3 - Administration .427 5.724 .000 
Instructional Team .209 2.748 .007 
Human Resources .181 2.653 .009 
ethnicity, school assignment, and teaching assignment all have beta coefficients ranging 
from -0.091 to 0.108 which are extremely small and not significant at the 0.05 level of 
significance. Therefore, the regression analysis does prove that administrative, 
instructional team, and support from the human resource’s department are predictors of 
overall level of support. The regression results support the findings in the Pearson r 
correlation analysis in Table 2. 
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Hypotheses Testing 
Following is the analysis for the research null hypotheses investigating 
beginning teachers who do not intend to return and beginning teachers who do intend to 
return with the perception of satisfaction with the beginning teachers’ developmental 
support programs. 
HO, : There is no significant difference between the perception of 
satisfaction with the beginning teachers orientation program as 
perceived by beginning teachers intending to return and 
beginning teachers not intending to return. 
An ANOVA was used to determine if there was any significant difference in the 
perception of satisfaction with the beginning teachers’ orientation program and the 
beginning teachers intending to return and not intending to return to the school system. 
The results of the ANOVA are shown in Table 4. The mean score for the beginning 
teachers intending to return to the school system was 2.9886, and the mean score for the 
beginning teachers not intending to return to the school system was 2.6747. The F-ratio 
(1, 398) yielded a value of 10.936, with a significance value of 0.001 at the 0.05 level of 
significance. The F-ratio value was not significant and the null hypothesis was 
rejected. Therefore, there is a significant difference in the perception of satisfaction 
with the beginning teachers’ orientation program and the beginning teachers intending 
to return and not intending to return to the school system. 
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Table 4 
Analysis of Variance: Orientation Program Support by Intending/Not Intending to 
Return Beginning Teachers 
Source DF F-Ratio Sig. 
Between Groups 1 10.936 0.001 
Within Groups 398 
Total 399 
Groups N Mean SD 
Group 1 317 2.9886 0.7665 
Group 2 83 2.6747 0.7832 
Total 400 2.9235 0.7795 
Group 1 - Intending to Return Teachers Group 2 - Not Intending to Return Teachers 
H02: There is no significant difference between the perception of 
satisfaction with the beginning teachers local school instructional 
mentors’ support as perceived by beginning teachers intending to 
return and beginning teachers not intending to return. 
An ANOVA was used to determine if there was any significant difference in the 
perception of satisfaction with the local school instructional mentors’ support and the 
beginning teachers intending to return and not intending to return to the school system. 
The results of the ANOVA are shown in Table 5. The mean score for the beginning 
teachers intending to return to the school system was 2.9565, and the mean score for the 
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Table 5 
Analysis of Variance: Instructional Mentor Support by Intending/Not Intending to 
Return Beginning Teachers 
Source DF F-Ratio Sig. 
Between Groups 1 14.433 0.000 
Within Groups 412 
Total 413 
Groups N Mean SD 
Group 1 329 2.9565 0.8227 
Group 2 85 2.5603 0.9801 
Total 414 2.8752 0.8710 
Group 1 - Intending to Return Teachers Group 2 - Not Intending to Return Teachers 
beginning teachers not intending to return to the school system was 2.5603. The F-ratio 
(1, 412) yielded a value of 14.433, with a significance value of 0.000 at the 0.05 level of 
significance. The F-ratio value was not significant and the null hypothesis was rejected. 
Therefore, there is a significant difference in the perception of satisfaction with the local 
school instructional mentors’ support and the beginning teachers intending to return and 
not intending to return to the school system. 
H03: There is no significant difference between the perception of 
satisfaction with the beginning teachers local school 
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administrative support as perceived by beginning teachers 
intending to return and beginning teachers not intending to 
return. 
An ANOVA was used to determine if there was any significant difference in the 
perception of satisfaction with the local school administrative support and the beginning 
teachers intending to return and not intending to return to the school system. The results 
of the ANOVA are shown in Table 6. The mean score for the beginning teachers 
intending to return to the school system was 3.0308, and the mean score for the 
beginning teachers not intending to return to the school system was 2.5404. The F-ratio 
(1, 533) yielded a value of 56.205, with a significance value of 0.000 at the 0.05 level 
Table 6 
Beginning Teachers 
Source DF F-Ratio Sig. 
Between Groups 1 56.205 0.000 
Within Groups 533 
Total 534 
Groups N Mean SD 
Group 1 425 3.0308 0.5884 
Group 2 110 2.5404 0.6943 
Total 535 2.9300 0.6424 
Group 1 - Intending to Return Teachers Group 2 - Not Intending to Return Teachers 
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of significance. The F-ratio value was not significant and the null hypothesis was 
rejected. Therefore, there is a significant difference in the perception of satisfaction 
with the local school administrative support and the beginning teachers intending to 
return and not intending to return to the school system. 
H04: There is no significant difference between the perception of 
satisfaction with the beginning teachers local school instructional 
team support as perceived by beginning teachers intending to 
return and beginning teachers not intending to return. 
An ANOVA was used to determine if there was any significant difference in the 
perception of satisfaction with the local school instructional team support and the 
beginning teachers intending to return and not intending to return to the school system. 
The results of the ANOVA are shown in Table 7. The mean score for the beginning 
teachers intending to return to the school system was 2.7881, and the mean score for the 
Table 7 
Beginning Teachers 
Source DF F-Ratio Sig. 
Between Groups 1 21.606 0.000 
Within Groups 518 
Total 519 
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Table 7 (continued) 
Groups N Mean SD 
Group 1 414 2.7881 0.758 
Group 2 106 2.4022 0.7799 
Total 520 2.7094 0.7776 
Group 1 - Intending to Return Teachers Group 2 - Not Intending to Return Teachers 
beginning teachers not intending to return to the school system was 2.4022. The F-ratio 
(1,518) yielded a value of 21.606, with a significance value of 0.000 at the 0.05 level of 
significance. This F-ratio value was not significant and the null hypothesis was 
rejected. Therefore, there is a significant difference in the perception of satisfaction 
with the local school instructional team support and the beginning teachers intending to 
return and not intending to return to the school system. 
H05: There is no significant difference between the perception of 
satisfaction with the beginning teachers undergraduate 
preparation as perceived by beginning teachers intending to 
return and beginning teachers not intending to return. 
An ANOVA was used to determine if there was any significant difference in the 
perception of satisfaction with the undergraduate teachers’ preparation college program 
and the beginning teachers intending to return and not intending to return to the school 
system. The results of the ANOVA are shown in Table 8. The mean score for the 
beginning teachers intending to return to the school system was 3.1883, and the mean 
score for the beginning teachers not intending to return to the school system was 3.0772. 
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Table 8 
Analysis of Variance: Undergraduate Preparation by Intending/Not Intending to Return 
Beeinnine Teachers 
Source DF F-Ratio Sig. 
Between Groups 1 1.750 0.187 
Within Groups 411 
Total 412 
Groups N Mean SD 
Group 1 332 3.1883 0.6504 
Group 2 81 3.0772 0.7800 
Total 413 3.1665 0.6782 
Group 1 - Intending to Return Teachers Group 2 - Not Intending to Return Teachers 
The F-ratio (1,411) yielded a value of 1.750, with a significance value of 0.187 at the 
0.05 level of significance. The F-ratio value was beginning teachers’ desire to return or 
leave the school system. The null hypothesis was accepted. Therefore, there is no 
significant difference in the perception of satisfaction with the undergraduate teachers’ 
preparation college program and the beginning teachers’ intending to return and not 
intending to return to the school system. 
H06: There is no significant difference between the perception of 
satisfaction with the beginning teachers human resources support 
as perceived by beginning teachers intending to return and 
beginning teachers not intending to return. 
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An ANOVA was used to determine if there was any significant difference in the 
perception of satisfaction with the human resources’ support effort and the beginning 
teachers intending to return and not intending to return to the school system. The results 
of the ANOVA are shown in Table 9. The mean score for the beginning teachers 
intending to return to the school system was 2.8461, and the mean score for the 
beginning teachers not intending to return to the school system was 2.5662. The F-ratio 
(1, 533) yielded a value of 15.503, with a significance value of 0.000 at the 0.05 level of 
significance. The F-ratio value was not significant and the null hypothesis was rejected. 
Table 9 
Beginning Teachers 
Source DF F-Ratio Sig. 
Between Groups 1 15.503 0.000 
Within Groups 533 
Total 534 
Groups N Mean SD 
Group 1 425 2.8461 0.6501 
Group 2 110 2.5662 0.7170 
Total 535 2.7885 0.6733 
Group 1 - Intending to Return Teachers Group 2 - Not Intending to Return Teachers 
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Therefore, there is a significant difference in the perception of satisfaction with the 
human resources’ support effort and the beginning teachers intending to return and not 
intending to return to the school system. 
Summary 
In this chapter, the results of the Pearson r correlation, the stepwise multiple 
regression, and the analysis of variance were presented in tabular form. Also presented 
in the chapter are the statistical relationships and significance between the overall level 
of support for beginning teachers in the school system and their perceptions of 
satisfaction with the developmental support factors provided through the human 
resources department, the beginning teachers’ orientation program, the local school 
mentor, the local school administrative support team, the instructional team, and their 
undergraduate academic preparation. 
The Pearson r correlation, the analysis of variance, the stepwise multiple 
regression, and descriptive statistical research methods were used to answer the research 
questions, research null hypotheses, and to determine which independent variables were 
predictors of their overall level of support with the developmental support factors 
provided by the school system and their undergraduate institution. In Chapter VI, the 
research findings, conclusions, implications, and recommendations are presented. 
CHAPTER VI 
FINDINGS, CONCLUSION, IMPLICATIONS, AND RECOMMENDATIONS 
The purpose of this study was to investigate how the selected developmental 
support factors (human resources, the beginning teachers’ orientation program, local 
school mentor, local school administrative support, instructional team support, and 
teacher undergraduate academic preparation) affected the retention of new classroom 
teachers. The beginning teachers were asked to indicate their level of agreement or 
disagreement using a Likert scale, ranging from strongly agree to strongly disagree to a 
series of questions administrated in the form of a survey seeking their perception of 
satisfaction with the developmental support factors provided by human resources, the 
beginning teachers’ orientation program, local school mentor, local school 
administrative support, instructional team support, and their undergraduate academic 
preparation. The study was also designed to investigate whether the moderator 
variables of the teachers age, ethnicity, school assignment, teaching assignment and in 
conjunction with the independent variables were active predictors of the overall level of 
support for the beginning teachers within the school system. To test the beginning 
teachers perception of satisfaction with the developmental support factors provided by 
human resources, the beginning teachers’ orientation program, local school mentor, 
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local school administrative support, instructional team support, and their undergraduate 
academic preparation, the following null hypotheses were formulated. 
HO,: There is no significant difference between the perception of 
satisfaction with the beginning teachers orientation program as 
perceived by beginning teachers intending to return and 
beginning teachers not intending to return. 
H02: There is no significant difference between the perception of 
satisfaction with the beginning teachers local school instructional 
mentors’ support as perceived by beginning teachers intending to 
return and beginning teachers not intending to return. 
H03: There is no significant difference between the perception of 
satisfaction with the beginning teachers local school 
administrative support as perceived by beginning teachers 
intending to return and beginning teachers not intending to 
return. 
H04: There is no significant difference between the perception of 
satisfaction with the beginning teachers local school instructional 
team support as perceived by beginning teachers intending to 
return and beginning teachers not intending to return. 
H05: There is no significant difference between the perception of 
satisfaction with the beginning teachers undergraduate 
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preparation as perceived by beginning teachers intending 
to return and beginning teachers not intending to return. 
H06: There is no significant difference between the perception of 
satisfaction with the beginning teachers human resources support 
as perceived by beginning teachers intending to return and 
beginning teachers not intending to return. 
A frequency distribution model was used to present the descriptive demographic 
data (age, ethnicity, school assignment, and teaching assignment) of the beginning 
teachers used in the study. A Pearson r correlation analysis was conducted with overall 
level of support as the dependent variable. Teachers’ demographics, which included 
teaching assignment, school assignment, ethnicity, age, and the beginning teachers’ 
support efforts were the independent variables. An Analysis of Variance (ANOVA) was 
used to ascertain the differences between the selected independent variables (human 
resources, the beginning teachers’ orientation program, local school mentor, local 
school administrative support, instructional team support, and teacher undergraduate 
academic preparation) as they perceptions affect the retention of the dependent variable 
(beginning classroom teachers) in the school system. A Stepwise Multiple Regression 
was used to determine which of the independent variables (human resources, the 
beginning teacher orientation program, local school mentor, local school administrative 
support, instructional team support, and teacher undergraduate academic preparation, 
age, ethnicity, school assignment, or teaching assignment) acted as predictors of the 
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overall level of support. A level of significance of 0.05 was used to ascertain whether to 
accept or reject the null hypotheses. 
Findings 
The specific findings as they relate to the null hypotheses include the following: 
1. There was a significant difference in the perception of satisfaction with the 
beginning teachers’ orientation program and the beginning teachers desire 
to return or leave the school system. 
2. There was a significant difference in the perception of satisfaction with the 
local school instructional mentors’ support and the beginning teachers 
desire to return or leave the school system. 
3. There was a significant difference in the perception of satisfaction with the 
local school administrative support and the beginning teachers desire to 
return or leave the school system. 
4. There was a significant difference in the perception of satisfaction with the 
local school instructional team support and the beginning teachers desire to 
return or leave the school system. 
5. There was no significant difference in the perception of satisfaction with the 
undergraduate teachers’ preparation college program and the beginning 
teachers desire to return or leave the school system. 
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6. There was a significant difference in the perception of satisfaction with the 
human resources’ support effort and the beginning teachers desire to return 
or leave the school system. 
7. Administrative, instructional team, and support from the human resource’s 
department were determined to be strong predictors of the overall level of 
support. 
8. There was a strong correlation between the overall level of support and 
human resources, the beginning teachers’ orientation program, the local 
school mentor, the local school administrative support, the instructional 
team support, and the teachers’ undergraduate academic preparation support 
efforts. 
Conclusion 
The problem of retaining new teachers in the profession has never been more 
critical than it is currently, during this time of enormous teacher turnover (Freiberg, 
2000). “Most people who go into teaching have some sense of mission, and to think 
that the isolation and lack of assistance led people to leave when they really wanted to 
teach is just heartbreaking,” stated Suzanne Riley, a member of the California 
Commission on the Teaching Profession Task Force created by the state legislature 
(Archer, 1999). The experiences of teachers during their first few years of work are 
powerful and influential in setting a direction for an entire career (Ganser, 1999). 
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The results of the Pearson r correlation test revealed that there were several 
strong correlations between the overall level of support with human resources, the 
beginning teachers’ orientation program, the local school mentor, the local school 
administrative support, the instructional team support, and the teachers’ undergraduate 
academic preparation support efforts. The strongest positive correlation with the 
overall level of support was with the support provided from the local school 
administrators at 0.598. Support from the schools’ instructional team was next, with a 
correlation of 0.446, followed by the local school mentor with a correlation of 0.334, the 
beginning teachers’ orientation program with a correlation of 0.331, human resources 
with a correlation of 0.327, the teachers’ undergraduate academic preparation support 
with a correlation of 0.195. The teachers’ age was statistically significant but had a 
weak correlation of 0.112. There were no statistically significant correlations between 
the overall level of support and school assignment, and teaching assignment or teachers’ 
race. 
The results of the one-way analysis of variance (ANOVA) used to test the null 
hypotheses confirmed the results from the Pearson r correlation test that there is a 
significant difference in the perception of satisfaction from the beginning teachers 
whom desire to return or leave the school system and the support provided from the 
local school administrators, the schools’ instructional team, the local school mentor, the 
beginning teachers’ orientation program, or support provided from the department of 
human resources. The results of the ANOVA also indicated that there is a no significant 
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difference in the perception of satisfaction with the undergraduate teachers’ preparation 
college program and the beginning teachers desire to return or leave the school system. 
The results of the step-wise multiple regression test conducted to determine the 
order of the contribution of the various independent variables on the overall level of 
support and to determine the amount of the variances contributed further confirmed the 
analysis of the Pearson r and ANOVA statistical tests. The support efforts that made the 
strongest contributions to the level of support provided to the beginning teachers were 
from the local school administrators, the schools’ instructional team, and the support 
provided from the department of human resources. 
Implications 
The purpose of this study was to investigate how the perception of satisfaction 
with selected developmental support factors (human resources, the beginning teachers’ 
orientation program, local school mentor, local school administrative support, 
instructional team support, and teacher undergraduate academic preparation) affected 
the retention of new classroom teachers within this large metropolitan school district. 
The study was also designed to investigate whether the moderator variables of teachers’ 
age, ethnicity, school assignment, and teaching assignment, in conjunction with the 
independent variables, were active predictors of how the overall level of support was 
viewed in relation to their intent to remain within the school system for the following 
school year. 
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The significant inference of the study, based on the findings and the conclusion 
of the study, revealed that the level of satisfaction by the beginning teachers with the 
support services provided by the local school administrators, the local school 
instructional teams, and the efforts of the human resources department played a critical 
role in the potential to positively impact the retention rate of beginning teachers 
employed by the school district. 
Recommendations 
Historically, little attention has been paid to the development of education’s 
prime resource—its teachers. The traditional method of launching a teacher’s career 
rests on the myth that teacher credential program graduates are prepared to teach 
unassisted in a classroom. This trial-by-fire method exacts a high price on new teachers, 
their students, and the entire school community. Faced with a multitude of problems 
and a lack of support, too many new teachers become disillusioned, and many bright 
and talented teachers are driven out of the profession (Moir & Gless, 2001). 
Orientating new teachers to the school and to principals’ expectations entails 
more than reviewing policy and procedures in a handbook, more than a thirty-minute 
getting-to-know-you meeting in the office, more than a walk around campus to point out 
important locations such as the media center, cafeteria, and teachers’ workroom. It 
involves systematic contact with the intention of assisting in the new teachers’ 
professional growth and development and of engaging in collegial conversation about 
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the work of teaching (Hope, 1999). Based on the findings of this study, the following 
recommendations are made: 
• Staffing personnel in the Department of Human Resource should increase 
their level of support for beginning teachers; 
• Staffing personnel need to provide accurate and timely information about the 
school site to the beginning teachers; 
• Local school administrators need to develop activities geared towards the full 
indoctrination of beginning teacher to the school; 
• Local school administrators need to do a better job of making themselves 
available for mentoring their beginning teachers; 
• Local school administrators need to conduct more classroom observations for 
the purpose of coaching their beginning teachers; 
• Instructional team leaders need to stress to the local school administrators the 
importance of supporting beginning teachers during their critical adjustment 
period; and 
• Instructional team leaders need to insure that beginning teachers have the 
needed resources to develop effective teaching strategies. 
It is becoming increasingly evident that the kind of assistance and support most 
meaningful to new teachers, and of most benefit to other teaching professionals, takes 
place within the school settings where immediacy and relevance are taken into account, 
and where the wider professional development support programs can be more fully 
realized (Cole, 1993). 
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Summary 
The findings of this study revealed that the support efforts of the local school 
administrators, the local school instructional teams, and the efforts of the human 
resources department play a pivotal role in impacting the perception of satisfaction by 
the beginning teachers with the support services provided through the school district. 
These support efforts have the potential to positively impact the retention rate of 
beginning teachers employed by the school district. 
Appendix A 
Beginning Teachers Developmental Support Survey 
The purpose of this survey is to gather data from beginning teachers to determine the level 
of positive support received from the Department of Human Resources, local school 
administration, local school mentors, and instructional teams. This data will be used to 
develop ways to improve the beginning teacher support process. 
DIRECTIONS: In order that all responses remain confidential, do not complete the sections of 



















4. Teaching Assignment 
A. Language Arts/English 
B. Math 





5. Are you teaching in your certification field for at least half of the school day? 
A. Yes 
B. No 





E. 10 + 
7. What is your certification status? 
A. Professional (T-4) 





Please indicate the level to which you agree with statements 8-80 using the scale below. 
A. Strongly Agree B. Agree C. Disagree D. Strongly Disagree 
Developmental Support: 
I. The Department of Human Resources 
The Department of Human Resources . . . 
8. Gave me a positive impression of the DeKalb County School System. 
9. Provided essential information during the recruitment process. 
10. Facilitated the employment process in a timely manner. 
11. Was accessible when I needed assistance. 
12. Provided courteous and helpful assistance. 
13. Explained necessary information regarding salary and benefits. 
14. Assisted me or answered my questions in the area of certification. 
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II. Beginning Teacher Orientation 
(Note: This section should be answered only by beginning teachers who 
attended the systemwide orientation in August. If you did not attend the 
orientation, please proceed to Section III.) 
The Beginning Teacher Orientation. . . 
15. Made me feel welcome to the DeKalb County School System. 
16. Communicated a sincere belief in the mission of the DeKalb County 
School System. 
17. Provided relevant instructional information. 
18. Provided teachers with an opportunity to interact with one another. 
19. Provided helpful resources for beginning teachers. 
III. Local School Administrative Support 
The local school administration (to include the principal, instructional assistant 
principal, and department chair or grade level chair) . . . 
20. Made me feel welcome to the school. 
21. Provided me with a helpful orientation concerning local school guidelines 
and procedures. 
22. Maintained a focus on the system and school mission statements. 
23. Maintained concern and interest in my needs throughout the school year. 
24. Ensured that my teaching assignment was reasonable and fair. 
25. Ensured that my teaching assignment was appropriate to my teacher 
certification field. 
26. Provided me with an adequate, pleasant, and appropriate 
classroom/teaching area. 
27. Ensured that I had adequate resources appropriate to my field. 
28. Assisted me in planning effective lessons. 
29. Provided me with the flexibility needed to attend college courses, staff 
development courses, and other appropriate professional activities. 
30. Conducted informal and formal (GTOI) classroom observations. 
31. Provided me with helpful instructional feedback to improve my teaching. 
32. Helped me learn how to adequately analyze test scores to improve student 
achievement. 
33. Provided meaningful site-based staff development activities. 
34. Supported and assisted me in communicating with parents. 
35. Assigned a mentor to me who provided positive and helpful support. 
36. Made me feel valued and appreciated. 
37. Made me want to continue teaching at this school. 
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IV. Local School Instructional Mentor 
(Note: If you did not have a mentor assigned, please proceed to Section V.) 
My instructional mentor /Teacher Support Specialist. . . 
38. Met with me prior to the opening of school. 
39. Helped me become acclimated to my school. 
40. Was readily approachable, open, and sensitive. 
41. Assisted me with classroom management strategies. 
42. Helped me analyze my own teaching. 
43. Provided helpful assistance when I requested it. 
44. Was available to me during difficult professional periods. 
45. Listened supportively to my questions or concerns. 
46. Assisted me in planning effective lessons. 
47. Observed my classroom for the purpose of providing constructive 
feedback. 
48. Allowed me to observe his/his modeling of effective teaching practices (or 
allowed me to observe others.) 
49. Provided me with helpful instructional feedback to improve my teaching. 
50. Made suggestions to me in a manner that did not lessen my self-esteem. 
51. Made me feel valued and appreciated. 
52. Helped me locate materials and resources. 
53. Was a positive role model. 
V. Instructional Teams 
Members of my Area Instructional Team . . . 
54. Made me aware of their duties and responsibilities in the area of 
instructional support. 
55. Were easily accessible and visible within the school. 
56. Conducted observations of my teaching that were supportive and non¬ 
threatening. 
57. Provided quality instructional feedback to improve my teaching. 
58. Provided effective staff development activities appropriate to my needs. 
59. Assisted me in developing effective teaching strategies. 
60. Helped me effectively align my teaching to the Quality Core Curriculum 
(QCC). 
61. Provided me appropriate support in my content/curricular area. 
62. Taught me a variety of ways to assess student performance. 
63. Helped me learn how to analyze test scores to improve student 
achievement. 
64. Worked with the local administrative team to adequately support my 
teaching efforts. 
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VI. Undergraduate Teacher Preparation 
(Note: If you have alternative certification, please proceed to Section VII) 
My undergraduate institution . . . 
65. Provided a student teaching internship that helped to develop my teaching 
skills. 
66. Addressed clearly the issues and concerns influencing today’s classroom 
behavior. 
67. Prepared me to adequately meet the challenges which face a classroom 
teacher. 
My undergraduate preparation program adequately prepared me in the area 
of. . . 
68. Lesson planning 
69. Classroom management 
70. Student assessment 
71. Multi-cultural classroom settings 
72. Learning styles, multiple intelligences, and brain-compatible teaching 
strategies 
73. Cooperative learning 
74. Parent conferencing 
75. Content methodology 
76. Subject/content expertise 
VII. Personal Reflection 
Because of the level of support that I received during my first year in DeKalb, 
I. . . 
77. Enjoyed my first year as a beginning teacher. 
78. Plan to return to my teaching position next year. 
79. Feel proud to be a member of the teaching profession. 
80. Am proud to be a teacher in the DeKalb School System. 
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